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ABSTRACT 



This paper discusses findings from an evaluation of the 
effectiveness of a pre-referral intervention program that was being 
implemented in seven school districts in the Southern Tier of New York. The 
initiative is known as 7 SHARE, which stands for 7 districts supporting and 
helping to affect regional education. The paper explores the methods used to 
improve the effectiveness of data gathering and program monitoring. It 
critically examines the methods that are currently used to collect and manage 
long-term data regarding perception, practice, and performance. Second, the 
paper explores the finding that practitioner attitudes about referral and 
labeling are beginning to change. In this discussion, the report looks at how 
teacher's and planner's involvement in the data cultivated student success, 
and considers the claim that through participation in the program evaluation, 
teachers have begun to deconstruct their long-held assumptions about ability 
and disability in students. Lastly, the paper briefly explores the dilemma 
that is faced by program evaluators when there is a mismatch between what 
program funders, implementers , and program evaluators find to be compelling 
data for continuing the program. Appendices contain additional information on 
how instructional support works and interview protocols. (Contains 35 
references.) (CR) 
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Inward Bound 



“.../ feel that I’m a much better teacher because of the things that we ’ve learned together 
by coming together every month. It ’s probably one of the main reasons this program has 
been so effective. ” 

Instructional Support Teacher participant in evaluation focus group 
Introduction and Rationale 

The past decade has witnessed a number of changes in the defacto and dejure 
delivery of special education. In particular, there has been a move to eliminate schooling 
that is segregated by ability, and to bring students together into inclusive programs that 
serve the needs of a wide range of learners. One common and growing reform in 
inclusive schooling has been the implementation of programs designed to reduce the 
number of students who are inaccurately identified as needing special education services. 
Known by many different names— Teacher Assistance Teams, Classroom Intervention 
Models, Instructional Consultation Teams, and Mainstream Assistance Teams, for 
example— the programs all operate under the same basic premise (Chalfant & Pysh, 1989; 
Fuchs, Fuchs, & Bahr, 1990; Tucker, 1993; Rosenfield & Gravois, 1996; Safran & 

Safran, 1996). These programs are founded upon the assumption that when teachers are 
able to effectively differentiate instruction and intervene in academic or behavioral 
concerns at the “first sign of trouble,” then they can “prevent or ameliorate a wide variety 
of learning or behavioral problems prior to formal special education identification” 

(Del ’Homme, et.al. 1996). 

Plenty of research and literature has accompanied the growth of these pre-referral 
intervention programs. Produced primarily in the 1980’s and early 1990’s, the research 
has consistently documented that in places where sound pre-referral intervention 
programs exist, a) referral rates for special education have decreased and b) in some 
cases, up to half or more of students undergoing pre-referral services have not required 
referral to special education (Graden, Casey, & Bonstrom, 1985; Pugach & Johnson, 

1995). Few studies, however, have made the connection between the implementation of 
the pre-referral initiative and long-term school change and none of the research has 
looked at how the pre-referral program has facilitated changes in teacher attitude about 
student ability. The scarcity of data begs the question, what is really changing in how we 
define and deliver education? 
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The Scope of the Program Evaluation 

During the 1998-1999 and the 1999-2000 academic year, an external evaluation 
team from Syracuse University working in conjunction with BOCES program planners 
set out to evaluate the effectiveness of a pre-referral intervention program that was being 
implemented 7 school districts in the Southern Tier of NYS 1 . The initiative is known as 
7 SHARE, which stands for 7 (districts) Supporting and Helping to Affect Regional 
Education. Where previous evaluations of similar pre-referral programs had examined 
the impact of the program on referral rates (Kovaleski, et.al, 1996) or the cost 
effectiveness of the program (CSEF, 1996) this evaluation set out to establish significant 
baseline data and allow for in-depth multifaceted evaluation of the program over time. In 
some ways, the initial intent of the evaluation was fairly traditional and outcome oriented; 
we sought to understand what was better, what was unchanged, and what still needed to 
change as the program worked toward meeting its goals (Patton, 1990). What we learned 
along the way was that by involving stakeholders in the evaluation process — regularly 
and systematically — the evaluation itself facilitated learning and change in ways we had 
never anticipated. In the process of ‘doing’ evaluation, teachers and program planners 
began to look inward to make new discoveries about long-held assumptions. 

The purpose of this paper is three fold : First, we will share the methods used to 
improve the effectiveness of data gathering and program monitoring. We will critically 
examine the methods that we are currently using to collect and manage long-term data 
regarding perception (changes in teacher attitude toward pre-referral) practice (changes 
in the delivery and effectiveness of instruction) and performance (changes in student 
performance — individually and in the aggregate). Second, we will carefully explore the 
finding that practitioner attitudes about referral and labeling are beginning to change. In 
this discussion, we will look at how teacher’s and planner’s involvement in the data 
cultivating student success. We consider — and invite the reader to consider — the claim 
that through participation in the program evaluation, teachers have begun to deconstruct 
their long-held assumptions about ability and disability in students. Lastly, we briefly 



1 BOCES stands for Board of Cooperative Educational Services — a state-wide agency that coordinates and 
delivers a variety of shared services to school districts in given geographic regions across New York State. 
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explore the dilemma that is faced by program evaluators when there is a mismatch 
between what program funders and implementers, and the program evaluators, find to be 
compelling data for continuing the program. 



The 7 SHARE Model 

The 7 SHARE Initiative is designed to help teachers raise standards, and at the 
same time, meet the individual needs of a greater diversity of students. To accomplish 
this, 7 SHARE reverses our traditional thinking about intervention and prevention of 
academic failure, and about staff development. 7 SHARE replaces the former deficit 
model paradigm of special education, and the “expert” models practiced both by pre- 
referral teams and by centralized staff development models, with the concept of 
Instructional Support. Instead of sending struggling students to separate locations for 
services, and teachers out of their classrooms for training, the student support and teacher 
training come to the location where teaching and learning take place: the general 
education classroom. 



Selection and Role of Instructional Support Teachers 

The model requires Instructional Support Teachers (ISTs) in each school district, in 
the ratio of 1/500 at the elementary level and 1/1000 at the secondary level, working in a 
collaborative problem-solving process with trained Classroom Intervention Model (CIM) 
Teams. The 1ST is a teacher selected by the district from within the school and who 
leaves the classroom teacher role to become an instructional supporter for the entire 
school. Among the criteria that influence the selection of ISTs are: 

■ Teacher Certification 

■ Strong Language Arts background 

■ Strong background in effective teaching 

■ Has been involved in on-going staff development 

■ Committed to 7 Share Task Force Vision of Prevention and Intervention 

■ Willing to commit to on-going training and a long-term position 

■ Skills and willingness to provide on-site staff development 

■ Creative thinker, problem-solver 

■ Respect of colleagues 

■ Strong collaborative, organizational, leadership, and communication skills 
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